This article presents an ongoing study being conducted at the University of Salerno (Italy) to examine the variables, often intertwined, that influence teachers' willingness to shift from fossilised methods of instruction to inclusive teaching strategies. Despite the strong tradition of inclusive education, the long history in pedagogical studies and the investment in teacher training, research has shown that in Italy an integrative model still persists. Meanwhile, a plethora of research stemming from psychological, sociological and neuroscientific studies, has been conducted on an international level on what affects people's intentions to change behaviour. Among the theoretical constructs and models that have been developed, the Social Cognitive Theory (Bandura, 1986 ) and the Theory of Planned Behaviour (TPB) (Ajzen, 1988) have been used as conceptual frameworks to guide research on the variables affecting teachers' intentions to act and implement new approaches in order to ensure quality education for all. The paper provides an overview of the literature available on the studies conducted to identify the theories framing research in this field, the methods and tools most commonly utilized, and the variables affecting the adoption of inclusive practices. The article concludes by outlining the implications for research and teacher education curricula reform.
Introduction
Worldwide developments in educational policy in recent years have placed great emphasis on inclusive education as the way forward to guarantee that all children, regardless of their ability, gender, language, ethnic or cultural origin, succeed in school (Armstrong, Armstrong & Spandagou, 2010 ). Over and above such a challenging endeavour, 21 st Century teachers are faced with heterogeneous classes whose students' personal needs and expectations have 1 PhD student, University of Salerno (Italy), is the author of the paper. key figure to bring about change and have warranted for a greater investment in teacher education and competence development Avramidis & Norwich, 2002; EADSNE, 2009 EADSNE, , 2010 European Commission, 2015; OECD, 2015) , despite the stringent budgets on education 4 . Further, among the guidance given regarding teacher capacity building, there seems to be a shared agreement that "the principles of inclusion should be built into teacher training programmes […] [and concentrate on] attitudes and values not just knowledge and skills" (WHO, 2011, p. 222; EADSNE, 2009 EADSNE, , 2010 OECD, 2015) . This is also confirmed in empirical findings, as outlined in the following sections of this article.
Research Questions
On the basis of such reflections, the following research questions were raised: Which theoretical frameworks can inform research on teacher decision making to act and bring about change? What tools have been developed to measure the predictive levels of such variables? Which are the key variables that may impinge on teachers' willingness to adopt innovative teaching strategies?
This article attempts to provide a wide span of data available in literature to date to help answer these three questions. Provided that there has been exceptional interest around these issues over the past decades and this research mainly aimed at gaining an initial view on the studies and the evidence available, it cannot be considered comprehensive or systematic. The scope of this paper is mainly that of offering researchers in education a starting point to the theories supporting research, the methods and instruments used to measure possible correlations and predictions on behavioural intention and the variables affecting teachers' willingness to act.
Theoretical Frameworks Supporting Research on Teacher Agency
In studying the determinants that influence agency, the psychological (Ajzen, 1988; Bandura, 1986) , sociological (Bourdieu, 1977; Emirbayer & Mische, 1998) and, more recently, neuroscience (Berthoz, 2003 (Berthoz, , 2012 research have proven to be indispensable to guide the search for reasons why people do or do not engage in certain behaviours, identify the indicators that can be monitored and measured, help pinpoint what planners need to know before developing interventions, and suggest how to devise programmes that reach target audiences and have an impact (Rimer & Glanz, 2005) . Although these theories are comprehensive in their own right and stem from different streams of research, they share some common denominators. Firstly, they are all "rooted in an agentic perspective in which people function as anticipative, purposive and self-evaluating proactive regulators of their motivation and actions" (Bandura & Locke, 2003, p. 87) . Secondly, decisions to act take into account personal, social and cultural factors. Therefore agency is not considered as a capacity or competence, but as "integrated courses of action" (Bandura, 1982, p. 122 ) that are generated from a "configuration of influences from the past, orientations towards the future and engagement with the present. [Emirbayer & Mische (1998) ] refer to these three dimensions as the iterational, the projective and the practical-evaluative dimension, respectively" (Biesta, Priestley & Robinson, 2015, p. 626; emphasis in original) . Biesta et al. (2005) highlighted that sociological studies investigating teacher agency, defined as the activities of teachers in schools, are still limited. Yet there is a growing body of literature from the psychological and educational fields on how beliefs, concerns, teacher efficacy, self-efficacy, attitudes, perceived behaviour control, and context-oriented variables and constructs such as volitional control and subjective norms influence behaviour and agency. Among the theories which have often been applied, especially in investigating the variables that influence teachers' willingness to implement inclusive practices, are Bandura's Social Cognitive Theory (Bandura, 1986) and the Theory of Planned Behaviour (Ajzen, 1988) . A brief overview of the theories follows.
Social Cognitive Theory
environmental factors and it is posited that individual behaviour determines and is determined by this triadic reciprocal causation. In other words, agency anticipates behaviour as a result of environmental influences, behaviour and internal personal factors such as cognitive, affective, and biological processes. Therefore, "persons are neither autonomous agents nor simply mechanical conveyers of animating environmental influences[…]" and " [a] ny account of the determinants of human action must […] include self-generated influences as a contributing factor" (Bandura, 1989 (Bandura, , p. 1175 . When dealing with complex scenarios, as are inclusive classrooms , these elements impinge on what strategies the teacher chooses to put into practice, the effort invested into implementing them, and the persistence in the long term (Putman, 2012) .
Fundamental and influential to human agency is the construct of selfefficacy (Bandura, 1982 (Bandura, , 1989 (Bandura, , 1997 , "cognitive mediators of action" (Bandura, 1982, p. 126 ) which refer to one's beliefs in his or her capabilities in organizing and executing the courses of action required to reach a certain goal (Bandura, 1997) . This is because self-efficacy does not depend on the competencies one possesses, but "what you believe you can do with what you have under a variety of circumstances" (Bandura, 1986, p. 37) . This selfreferent judgement, whether precise or inaccurate, depends on: "performance attainments, vicarious experiences of observing the performances of others, verbal persuasion and allied types of social influences that one possesses certain capabilities, and psychological states from which people partly judge their capability, strength and vulnerability" (Bandura, 1982, p. 126) . Figure 1 summarises the complex interplay between factors and behaviour and the underlying processes and sources of information linked with each factor.
The extensive studies of this construct in the field of education led to the development of the construct of teacher efficacy, which includes both the construct of self-efficacy and of outcome efficacy. Hence it encapsulates two components: personal teacher efficacy (PTE), which refers to a teacher's belief in his/her ability to bring about change in a student and general teacher efficacy (GTE) which is pertinent to a teacher's belief that external (environmental) influences can be controlled by good teaching (Gibson & Dembo, 1984) . As self-efficacy, teacher efficacy is a context-specific construct (Bandura, 1982; Tschannen-Moran & Woolfolk Hoy, 2001 ) and may well vary across participants (Ross, Cousins & Gadalla, 1996) and student groups (Raudenbuch, Rowen & Cheong, 1992 conducted by Tschannen-Moran, Woolfolk Hoy and Hoy in 1998 who propose an integrated model which "weaves together both conceptual strands […] and new areas for research" (p. 227). This model is based on the assumption that influencing efficacy beliefs are mastery experience, physiological arousal, vicarious experience, and verbal persuasion; the four sources of information outlined by Bandura (1986 Bandura ( , 1997 . Similar to Gibson & Dembo's (1984) GTE and PTE, two dimensions are identified: analysis of teaching task and assessment of personal teaching competence. Figure 1 , below, presents the cyclical nature of teacher efficacy as theorised by Tschannen-Moran et al. (1998, p. 228) .
The Theory of Planned Behaviour
Ajzen's Theory of Planned Behaviour (TPB) (1988) is a revisited model of the Theory of Reasoned Action (TRA) (Fishbein and Ajzen, 1975; Ajzen & Fishbein, 1980) . The rationale behind TRA and, later, TPB was that between one's attitude and actions stood a mediating variable which was most predictive of behaviour: the intention to act out the behaviour. On the basis of the assumption that humans are rational beings that systematise the information available before choosing a course of action, and that people evaluate the outcome and impact of their actions before deciding whether to engage in certain behaviours, Fishbein and Ajzen (1975) proposed the TRA. Yet, following the application of this theory, it became evident that a key variable was missing. Ajzen (1988) proposed that besides attitude toward the behaviour and subjective norm, which were retained from the former TRA model (Fishbein and Ajzen, 1975; Ajzen & Fishbein, 1980) , intentional behaviour and behaviour itself are also a function of perceived behaviour control.
Attitude toward the behaviour is "personal in nature" (Ajzen, 2005, p. 117 ) and refers to "the individual's global positive or negative evaluations of performing a particular behaviour" (Armitage & Conner, 2001, p. 474) . The more positive the attitude toward a particular behaviour is, the stronger are the intentions to perform that behaviour. Attitude is a hypothetical construct that can be defined as "a disposition to respond favourably or unfavourably to an object, person, institution, or event" (Ajzen, 1988 p. 4) , which is more malleable in nature than personality traits. Being inaccessible to direct observation, this construct must be inferred from measurable verbal and nonverbal responses that can be categorised in three sub groups: cognition, affect and conation (Ajzen, 1988) . Expressions of verbal responses of cognitive nature refer to beliefs, convictions and prejudices, affective verbal responses are linked to sentiments, prejudices and stereotypes, whereas expressions of behavioural inclinations, intentions, commitments and behaviour towards a specific situation are examples of conative verbal responses. Research on attitudes usually resorts to this form of responses, as responses of a nonverbal kind, such as facial expressions and bodily reactions are more difficult to assess and the information they provide is usually more indirect (Ajzen, 1988) .
Subjective norm "reflects social influence" (Ajzen, 2005, p. 117) and is weighted by normative beliefs about the behaviour and the motivation to comply. This antecedent "refers to the individual's perceptions of general social pressure to perform (or not to perform) the behaviour" (Armitage & Conner, 2001, p. 474) . The more individuals perceive that significant others approve of the behaviour, the more likely they are to behave in that manner, and vice versa.
Perceived Behavioural Control (PBC) deals "with issues of control" (Ajzen, 2005, p. 117) and influences behaviour directly and indirectly via behavioural intention (See Figure 2) . This factor "provides information about the potential constraints on action as perceived by the actor, and is held to explain why intentions do not always predict behaviour" (Armitage & Conner, 2001, p. 472) . Ajzen (1988) introduced this variable on the assumption that PBC "would allow prediction of behaviour that were not under volitional control" (Armitage & Conner, 2001, p. 472) . In fact, the relative importance of these three conceptually independent factors on intentions and behaviour "may vary across behaviours and situations" (Ajzen, 1991, p. 188) . Ajzen (1991) associated PBC with the construct of self-efficacy, claiming that they can be considered compatible. However, Bandura (1992) held contrasting opinions, postulating that they are different concepts because self-efficacy focuses on cognitive internal control factors while PBC is more general and includes external factors. In their meta-analytic review on the TPB, Armitage and Conner (2001) found that "self-efficacy and PBC have a comparable level of correlation with both intention (both rs = .44) and behaviour (rs = .35) and .40, respectively)" (p. 483), thus concluding that "are both useful predictors" (p. 487) for the two variables. The authors added that "self-efficacy is more clearly defined and operationalized than is PBC (cf. Bandura, 1997) , which consists of mixed measures" (p. 487) and hence "may be the preferred measure of 'perceived control' within the TPB" (p. 488).
Underpinning the three antecedents to behavioural intention (Attitude toward Behaviour, Subjective Norm and PBC) are corresponding beliefs whose strength can determine whether an individual engages in behaviour or otherwise. Beliefs can be defined as the cognitive and mental component, expressing an individual's opinion which does not necessarily represent reality, but a subjective reality (Aiello et al, 2016) . The beliefs influencing Attitude toward Behaviour are beliefs about the outcome of the behaviour, those affecting Subjective Norm are normative beliefs, while control beliefs impinge on PBC.
Ajzen (2005) further acknowledged that a series of background factors can influence an individual's beliefs. He grouped these factors in three categories: personal characteristics, social and demographic variables, and past experience and exposure to other sources of information. Personal characteristics include general attitudes, personality traits, values, emotions and intelligence. Examples of social and demographic variables are age, gender, race, ethnicity, education, income and religion, while examples of sources of information refer to experience, knowledge and media exposure (Ajzen, 2005, p. 135) . Thus, the study of various combinations of predictor variables can be conceptualised within the TPB framework. Figure 2 illustrates Ajzen's TPB model (2005) applied to a teacher's possible reasoning behind the intention of adopting a method, such as Episodes of Situated Learning (ESL) (Rivoltella, 2015) in lesson planning, to promote inclusive education.
The TPB has been widely used in an array of fields from health behaviour change (Di Clemente, Crosby & Kegler, 2009) to consumer behaviour (Shepherd, Sparks & Guthrie, 1995) and disability and inclusive practices (for example, Ahmmed, Sharma & Deppeler, 2013; Sharma & Jacobs, 2016; Ahsan, Deppeler & Sharma, 2013; Cinti, 2004; Kuyini and Desai, 2007; Theodorakis, Bagiatis & Goudas, 1995) . In Italy, very little literature is available on the application of the theory especially within the field of education, and no research was found that had used the TPB to study the relationships between variables impinging on the implementation of inclusive practices.
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Figure 2. Teacher's willingness to adopt the Episodes of Situated Learning Method (Rivoltella, 2015) in lesson planning applied to the TPB model (Ajzen, 1988) .
Scales to Measure Factors Influencing Teachers' Willingness to Implement Inclusive Practices
To date, most of the research conducted on this theme has availed of multidimensional self-reporting questionnaires with 4 to 9-point Likert scales; an approach often adopted to measure complex concepts that cannot be observed directly (Fiorucci, 2014) . In the study conducted by Fiorucci (2014) , a long list of scales to measure teacher attitudes was drawn. Also, in the literature reviews conducted by Tschannen-Moran et al. (1998) Per i termini e le condizioni di utilizzo di questa opera consultare il sito: http://creativecommons.org/.
of variables from beliefs to concerns and knowledge about inclusive education were found from the literature review conducted by the authors. Table 1 (Appendix A) includes only those scales designed to measure teacher-related factors that are predictive of willingness to implement inclusive practices. Hence, scales specifically designed to collect data from parents, students, heads of school and other stakeholders have been ignored. With regards to the term 'inclusive practices' or 'inclusion', this definitely does not always have the same meaning throughout all the contexts the scales were applied in. Considering the vast research in the area, the selection of the scales presented cannot be considered comprehensive. They are presented in chronological order.
As can be observed in the table, research on this phenomenon has been undertaken since the 70s, even if at the time inclusion was not as is understood today, and the quest to create a scale that can predict teachers' actions has intrigued many. In the choice of which scale to use, the criteria that one should bear in mind are: 1. Construct validity; 2. Brevity; 3. Internal consistency as a measure of reliability -high intercorrelations among items indicate they measure the same construct; 4. Unidimensionality; 5. Simplicity -in terms of ease of understanding and answering (Saloviita, 2015) . Among the scales used, only few meet all the requirements. Length varies widely, reaching over 50 items. This is an important factor to keep in mind considering that often a combination of these scales is administered in addition to a series of questions to collect demographic variables. Where internal consistency using Cronbach's alpha for the scales was available, this value was always higher than .70, the mark below which scales would need to be used with care (DeVellis, 2003) . The majority of the scales were not unidimensional while the characteristic of simplicity was maintained.
Salient Results on Variables Influencing Teachers' Willingness to Implement Inclusive Practices in Italy and Overseas
Following the brief overview of two of the most influential theories on predicting human behaviour and the scales produced so far to study the variables impinging on the decision to act, it becomes all the more evident that the variables at play are plenty, they are interweaved, and their measurement is Per i termini e le condizioni di utilizzo di questa opera consultare il sito: http://creativecommons.org/.
not always so straightforward. Moreover, as previously outlined, providing overarching generalizable conclusions on the variables impacting behaviour is an arduous task due to the dissimilarities in educational systems and sociopolitical contexts; the lack of a shared understanding of inclusive practices between and within countries; the different periods when the studies were conducted; and the variations in methodologies and data-collection tools. Starting off with the data available regarding the Italian context, studies conducted on a national level concentrated mainly on attitudes and efficacy. A study involving 3230 teachers and other professional figures in Northern Italy found that the teachers interviewed had high percepts of efficacy and more than 90% had a positive attitude towards integration 5 (Ianes, Demo & Zambotti, 2010) . This confirmed concurrent research on teaching in integrated classrooms carried out by Fondazione Giovanni Agnelli (2010) which involved 7700 beginning teachers in various regions in Italy. This study provided evidence that 76.5% of those interviewed had a high sense of efficacy and 91.6% believed that through integration all children benefited and 90.5% agreed that integration would help them to grow professionally (Fondazione Giovanni Agnelli, 2010) . Similar results on teacher efficacy were obtained in the Teaching and Learning International Survey (TALIS) (OECD, 2009 (OECD, , 2014a (OECD, , 2014b in relation to teachers' feelings of job satisfaction and various demographic variables. Data from the second edition of the large-scale study conducted in 2013 (OECD, 2014a) showed that 87% of Italian teachers teaching in lower secondary schools believe in their ability to motivate students who do not show interest in school. Moreover, nearly all the teachers (98%) feel capable of orienting students to believe in their own capabilities to reach good results. Interestingly, the percentages for both items are over 10% higher than TALIS-countries average.
The study carried out by Biasi, Domenici, Capobianco and Patrizi (2014) provided further confirmatory results. They found that the levels of selfefficacy among the 200 teachers employed in primary and secondary schools were quite high for all three factors of the TSES scale (Tschannen-Moran & Woolfolk Hoy, 2001) . Also, latest studies conducted by Aiello et al. (2016) found that in-service generalist and learning support teachers have high levels of efficacy and positive attitudes towards inclusive practices. Although no significant differences emerged for these two variables between primary and secondary school teachers, the former had higher levels of concern. This is in contrast with Lopes, Monterio, Sil, Rutherford & Quinn's (2004) findings who 5 Although the term integration is used, some of the questionnaire items referred to inclusive practices and hence the study was considered worth citing.
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posited that teachers' feelings of efficacy in managing behaviour are lower as the years levels at school progress.
As with the studies conducted in Italy, a lot of the research carried out on an international level link teachers' attitudes and efficacy, often confirming that levels of self or teacher efficacy are positively correlated to attitudes towards inclusion (Malinen et al., 2012; Savolainen et al., 2012; Sharma & Sokal, 2015; Weisel & Dror, 2006) . Evidence from research has shown that teachers with positive attitudes tend to adopt inclusive practices more than teachers with apprehensive attitudes (Ahsan et al. 2013; Sharma, Forlin & Loreman, 2008; Sharma, Moore & Sonawane, 2009) , which, in turn, have an effect on classroom climate and students' performance and affect the teachers' commitment to implementing inclusive practices in the long term (Avramidis & Norwich, 2002; Jordan, Schwartz, & McGhie-Richmond, 2009; Putman, 2012) .
Other variables such as intentions, beliefs, concerns, and various background variables are often investigated in light of teacher efficacy levels and teacher attitudes. For example, in studying the relation between teacher efficacy, attitudes and teacher intentions of around 600 Indian and Australian in-service educators, Sharma & Jacobs (2016) found that the higher the efficacy and the more positive the attitude towards inclusion, the more their intention to teach in inclusive classrooms is. The qualitative research study conducted by Sharma & Sokal (2015) in Canada also confirmed that teachers engaging in inclusive behaviour had lower levels of concern and positive attitudes.
Teacher concerns have been of interest since the late 70s and the three categories, academic, administrative and pedagogical concerns, identified by Larivee & Cook (1979) on mainstreaming are still pertinent today. Cornoldi, Terreni, Scruggs & Mastropieri (1998) noted dissatisfaction with the time, training, personnel assistance, and other resources that were provided for inclusion programmes. The results of the study by Round, Subban & Sharma (2015) revealed that Victorian secondary school teachers felt that inclusive practices are an additional burden to their already heavy workload and that the school would not have the adequate resources to support inclusive practices. On the other hand, levels of concern decreased as the degree of confidence increased. Similar correlations were observed in studies conducted by Agbenyeva in Ghana in 2007. Meanwhile, the areas of concern identified by Forlin, Keen and Barrett (2008) in their study among Western Australian teachers were related to the pupils' behaviour and the teachers' perception of their own competence. Remarkably, professional development did not reduce these concerns and more experienced teachers even expressed more concerns. On the contrary, the study conducted by Sharma & Nuttal (2015) showed that a university teacher training course reduced concern ratings about acceptance of
students with a disability by others, concerns about the impact of inclusive practices on academic standards, and on teachers' workloads. The research conducted by Ahmmed et al. (2013) found that Perceived School Support, a subjective norm in TPB, was the strongest predictor variable, influencing teachers' intentions more than attitudes, teacher efficacy, teachers' age and teaching experience. Studies concentrating on levels of teacher efficacy towards inclusive education showed that teachers' self perceptions on competence were influenced by the type of training offered by the institution, the level of knowledge regarding legislation and policies on inclusion, and teaching experience and personal interaction with people with disabilities Loreman, Sharma & Forlin, 2013; Sharma, Shaukat & Furlonger, 2014) .
As regards background factors, results have often been contradicting. In their study, Ahmmed et al. (2013) found that teachers' age and length of teaching experience were statistically significant in predicting teachers' intentions. Younger teachers, but with same experience, were more open to inclusion than older colleagues. However, teachers with more years of experience were more willing than their colleagues with fewer years of experience. A study conducted by Malinen et al. (2013) using a sample of 1911 in-service teachers from China, Finland and South Africa identified significant country-specific findings. In fact, the results from South Africa provided strong evidence of the impact of culture and context on teacher efficacy and the potential success or otherwise of inclusive practices.
Discussion and Conclusions
While taking into consideration that studies on human behaviour are constantly evolving and they are of interest for different scientific domains, some common denominators that can help to better understand and predict action can already be pinpointed. As outlined in the second part of this article, agentic theories are suitable theoretical frameworks, as they consider the individual as a complex adaptive system (Berthoz, 2012; with unique demographic variables, beliefs, values, concerns, attitudes, personality traits, perceived efficacy, experience, knowledge, intentions and objectives (Ajzen, 1988; Bandura, 1986; Bourdieu, 1977) , who lives and works with other individuals within larger complex adaptive systems and among which there is a constant interplay of influences. Hence, as posited by Bandura (1986) , the decision to take action and sustain it is a function of the triadic reciprocal causation between behaviour, personal and environmental factors. Further, agency is of an emergent interactive type (Bandura, 1982) that is preceded by
the act (Berthoz, 2012) , or intentional behaviour (Ajzen, 1988) -"the act with its intentionality, its memory of the past, its projection onto the future, the specificity of what interests us in the world as a function of our Umwelt" (Berthoz, 2012, p. 206) . Grounding research on such frameworks not only helps to provide data to support these theories, but also to avoid the risk of reductionist conclusions of a cause-effect type when investigating human and teacher agency. In reviewing the literature available internationally, it is evident that quantitative research is predominantly used, although some examples of qualiquantitative studies have been conducted providing fruitful information for reflection (for example Ahsan et al., 2013) . Studies reviewed tended to focus on whether the correlations exist more than the why, a common characteristic of quantitative research. One other limitation of such instruments is that "there is always the danger of the respondents giving socially desirable answers that have little or no correspondence with their everyday behaviour" (Avramidis & Norwich, 2002, p. 143; Armitage & Conner, 2001) . Therefore, besides concentrating on the predictive element of such variables and the correlation among them, there is a need to examine more deeply the cognitive, affective and conative aspects, through the use of qualitative research methods such as focus groups, interviews and the use of professional development reflective journals (Pace & Aiello, 2015) . These methods may well aid in providing data on the cultural meaning attributed to roles, educational purpose, expectations and significant others influencing one's beliefs. This could be achieved through longitudinal quali-quantitative case studies "to examine the transformation across time and allow for a more thorough investigation in order to better be able to understand the complexities of inclusion and provide directions for change or continuity of provision as appropriate" (Avramidis & Norwich, 2002, p. 144) . Moreover, research needs to expand on other variables, which haven't yet received as much importance. Some interesting work worth mentioning as an example is the study carried out by Evers, Browers and Tomic (2002, p. 227 ) who included a burnout inventory for teachers to test whether "a negative attitude towards new instructional practices relate [d] positively to [the teachers'] level of burnout and that their selfefficacy beliefs regarding implementation of the practices and coping with stress involved in this relate negatively to their burnout levels".
Despite the copious research on variables affecting teachers' willingness to implement inclusive practices, very little research has been conducted in Italy to date. This country can surely offer valid insight into what factors impinge on the successful and sustainable implementation of inclusive practices, considering its longstanding pedagogical history and a consolidated political and educational infrastructure that has been in place for decades.
In connection with the authors' research interests in teacher agency that stemmed from studies on the science of teaching (didactics) rooted in a bioeducational perspective (Frauenfelder, 1983 (Frauenfelder, , 1994 and which, over time, sought possible allegiances with other research strands on didactics, mainly enactivism (Rossi, 2011), neurodidactics (Rivoltella, 2012 (Rivoltella, , 2014 , and simplex didactics Frauenfelder, Rivoltella, Rossi & Sibilio, 2013) , have undertaken this search on a theoretical and practical level. This article presented the first phase of the research, which aimed at providing insight on teacher agency and on the development of validated tools for research in didactics in Italy. So far, two of the scales, the TEIP and the SACIE-R scales have been translated, administered and validated in Italy with a group of inservice teachers (Aiello et al., 2016) . Another three scales, the CIES (Sharma & Desai, 2002) , AIS and ITICS (Sharma & Jacobs, 2016) have been translated, administered, and data inputting is underway with the intention of providing Italian versions of the scales to get a snapshot of what factors influence Italian pre-service and in-service generalist, subject and learning support teachers' willingness to implement inclusive practices and in turn provide information for teacher education planning.
